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Abstract 
Children should have flexible and adaptable repertoire to accomplish qualified social skills. In or-
der to achieve this, teachers have a significant responsibility to propose crucial opportunities to 
children during classroom activities. Although teachers prefer to use universal approaches to 
promote prosocial behaviors rather than to remove maladaptive behaviors, cultural issues in so-
cial problem solving skills would be effective on their behavioral pattern of treatment to children. 
In this study, it was evaluated to see possible differences between Turkish and Flemish preschool 
children in their behavioral patterns. It was found that there was only significant difference in 
prosocial dimension of Drexel Early Childhood Behavior Rating Scale (Shure, 2005). In aggression 
and introversion dimensions, it was not found any significant difference between the two groups. 
However the mean scores of Flemish preschoolers in aggression dimension of the scale were found 
less than Turkish preschoolers. Findings were discussed based on literature. 
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1. Introduction 
Social problem solving skills of children and their capacity to solve problems are very crucial when they try to 
cope with various problem situations in classroom. Although some of children have enough capacity to achieve 
this, some children cannot maintain well-adjusted relationships because they are not competent to show proso-
cial behavior for positive interactions (Hennessy & Martin, 1992). It has been suggested that children should 
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have flexible and adaptable repertoire to accomplish qualified social skills such as identifying their own and 
other’s feelings, encouraging skills associated with listening and paying attention, taking responsibility of their 
decisions, ability to cope with frustration, successful emotional control, managing their own’s feelings and be-
haviors, building positive relationships (Spence, 2003; Zins, Bloodworth, Weissberg, & Walberg, 2007; Powell, 
Dunlap, & Fox, 2006; Shure & Spivack, 1980, 1982, 1988; Webster-Stratton, Reid, & Hammond, 2001; Reid, 
Webster-Stratton, & Hammond, 2007).  
In this respect, teachers have a key role to let children to deal with problems more competently and create 
more peaceful classroom atmosphere. According to Bingham (1983), teachers first should be aware of social 
problems emerging between children as a natural process of interactions. Teachers have a significant responsi-
bility to make possible to enrich interpersonal relationships of children because of several opportunities to achi- 
eve this goal. Teachers can integrate specific problem solving training into their curriculum, provide students to 
practice those skills and promote cognitively based newly learned behavioral skills in the classroom (Zins et al., 
2007; Webster-Stratton & Reid, 2008). Teaching children to think of more prosocial solutions to their problems 
and to evaluate which solutions are better choices and more likely to lead to positive consequences than others 
which would be supportive to improve their alternative problem solving thinking skills.  
Another crucial issue is to arrange classroom with various educational materials stimulating children to in-
itiate involvement in those activities which should be scheduled and planned systematically. The complexity of 
those activities also determines the likelihood of children’s positive involvement in such activities. Children who 
are fully involved in classroom activities are unlikely to engage in disruptive behavior (Powell, Dunlap, & Fox, 
2006); they tend to solve problems by using more peaceful ways cooperatively (Goffin & Tull, 1985; Honig & 
Wittmer, 1996). When curricula has been evaluated, it could be easily noticed that teachers usually use typical 
songs, stories, role-plays, and other activities in order to promote social emotional learning abilities of children 
in early childhood education (Denham & Burton, 2003). Those activities and approaches or methods have been 
used to keep well-being of children as a universal point of view. It has been tried to promote the positive proso-
cial dimension rather than preventive efforts by considering individual differences (Mayer, 1995; Shure, 2001).  
Although teachers prefer to have universal approaches or to use general methods to succeed promoting proso-
cial behaviors rather than removing maladaptive behaviors, cultural, background, social welfare, economic con-
ditions, educational viewpoint of that nationality, school policies would be effective on their behavioral pattern 
of treatment to children. Those all, in turn, may affect different behavioral dimensions of children in a wide 
range from negative to positive in classroom settings. For this reason it is needed to address differences in beha-
vioral dimensions of children in diverse cultures to catch constructive curriculum to enhance social problem 
solving skills of children.  
The goal of this study is to evaluate whether there would be differences between Turkish and Flemish pre-
school children in their behavioral patterns. It was hypothesized that while prosocial behaviors of Flemish pre-
schoolers were better than Turkish preschoolers, aggressive behaviors were less than Turkish peers. It was not 
expected any difference between two groups in terms of introversion dimension. 
2. Method 
Five (57% girls, 43% boys) and 6 (49% girls, 51% boys) years old 53 Turkish and Flemish children who have 
been attending public preschools both full-time and part-time in Izmir (Turkey) and in Hasselt (Belgium) were 
participated in the study. Twenty six children were from Flemish preschools, 27 children were from Turkish 
preschools. There were no significant differences between two groups in terms of gender and age. Children who 
had no physical, cognitive, visual and hearing disabilities were randomly selected from the classroom list consi-
dering gender ratio.  
2.1. Instruments 
Drexel Early Childhood Behavior Rating Scale (Shure, 2005). This is a teacher, parent and professional rated 
scale including 12 items which is used to specify behavioral dimensions of children in their interactions. Those 
behavioral dimensions cover overt and relational aggressive behaviors, prosocial behaviors and also introversive 
behavior patterns. Evidence of face validity of the scale includes pre intervention to post intervention findings in 
expected directions.  
The validity and reliability studies of the scale have been completed in Turkish sample. Factor analysis was 
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conducted with principal components and Kaiser Normalization according to varimax rotation. Items were 
loaded into three factors and this factor model was found to explain 80.6% of total variance. These factors have 
been identified based on their content. The first factor was named as “Aggression” which was explaining 30.6% 
of total variance; the second one is “Prosocial” explaining 27.9% of total variance; the third one is “Introversion” 
explaining 22.1% of total variance. According to findings, construct validity was found concordant with the 
original validation studies.  
Internal reliability of the scale has been confirmed also. Internal reliability Cronbach alphas were found as 
0.93 for aggressive subscale, 0.86 for prosocial subscale, 0.63 for Introversion subscale. The percentage of inter 
coder reliability was found around 90%.  
2.2. Procedure 
The present study was designed to collect descriptive data by using non-participant observation method. Obser-
vations in Turkey were conducted by Turkish researchers who were psychologists experienced in preschool 
education one of whom has Ph.D. degree in clinical psychology and the other one has also Ph.D. degree in de-
velopmental psychology. On the other hand in Belgium, children were observed by one of the Turkish research-
ers and also experienced Flemish educator in preschool teaching. Before starting observation process, research-
ers agreed on what should be defined under the title of aggression, prosocial, withdrawn behaviors considering 
DECB rating scale. Turkish preschool children were observed then Flemish observations were completed. Be-
fore the observation sessions started, the head and the teachers of participant preschoolers was briefly informed 
about the process and the duration of the study by the researchers. Observations were accomplished in free play 
time of Turkish preschoolers only for an hour in their daily activities because of more didactic and structured 
curriculum in Turkish preschools compared to Flemish preschools. In Turkish preschool education the curricu-
lum has been shaped by recent educational approaches emphasizing active participation of children in learning 
process via multiple intelligences and project approach. On the other hand in Flemish preschools more extended 
flexible, innovative, child initiated curriculum was implemented based on Experiential Education Approach. In 
this approach preschool children were led to select activities supporting innovative learning based on their inter-
ests. Therefore it could be possible to observe Flemish preschool children because of plenty of time in their free 
choice activities. Children in both groups were observed in their free play time in order to recognize their beha-
vior patterns and interactions in their natural settings. For this reason teachers were asked to let children to be 
free in classroom setting as much as possible. At the beginning of observation the researchers were introduced to 
children to whom it was told that their plays would be observed during that time. Observations took 15 minutes 
for each child, 10 minutes for observing, 5 minutes for coding by using Drexel Early Childhood Behavior Rating 
Scale (DECB). Every child was observed twice at different times to follow possible alternative changes in their 
interaction styles.  
3. Findings 
In the direction of main goal of the present study, the independent samples t test was conducted to examine if 
there was any differences between the two groups in terms of DECB Rating Scale which covers three behavioral 
dimensions; aggression, prosocial, and introversion. As it is shown in Table 1, there was only significant dif-
ference in prosocial dimension of DECB Rating Scale (t(51) = −3.905, p < 0.01). In aggression and introversion  
 
Table 1. The independent samples t-test comparing Turkish and Flemish preschooler’s DECB rating scale—behavior subs-
cales. 
DECB Rating Scale—Behavior Subscales Country N X  SD df T p 
DECB Aggression 
Turkey 27 11.70 5.81 
51 1.410 0.165 
Belgium 26 9.65 4.74 
DECB Prosocial 
Turkey 27 14.77 1.87 
51 −3.905 0.000* 
Belgium 26 17.15 2.53 
DECB İntroversion 
Turkey 27 11.29 5.18 
51 −0.322 0.749 
Belgium 26 11.69 3.67 
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dimensions, it was not found any significant difference between the two groups (t(51) = 1.410, p > 0.05, t(51) = 
−0.322, p > 0.05). However the mean scores of Flemish preschoolers in aggression dimension of the scale were 
found less than Turkish preschoolers. This finding will be discussed later based on educational framework in 
both of the countries. 
4. Discussion 
In the present study, it was evaluated that if there would be differences between Turkish and Flemish preschool 
children in terms of behavioral subscales of DECB rating scale. As it was hypothesized Flemish preschool 
children were found better than Turkish peers in terms of prosocial behaviors although the mean scores of Fle-
mish preschoolers were higher than Turkish preschoolers. Additionally, both of the groups were not differed 
significantly considering introversion dimension. However it was unexpected to find that there was no signifi-
cant difference between the two groups related to aggression dimension of the scale.  
As it was previously mentioned, promoting prosocial dimension of behaviors has been seen as a universal 
treatment in keeping well-being of children. Therefore the findings of the present study can be supported by this 
point of view. In this study the finding that revealed more prosocial behaviors of Flemish preschoolers could be 
interpreted as parallel to the approach specified above. Promoting prosocial behaviors could be seen the starting 
point for decreasing frequency of maladaptive behaviors. In order to achieve this goal, there are lots of issues 
that should be considered. One of those is the classroom settings and also educational framework that has been 
displayed for children in the class. 
Preschool teachers can arrange classroom, routines and schedules that provide important opportunities for 
creating supportive environments. It has been suggested that whole classroom should be divided into small and 
well-defined corners to achieve effective and innovative learning areas so that it would be possible to keep 
children’s attention based on their preferences. It is also critical to design clear paths to control chaotic settings 
and also to use simple system to limit the number of children at one time in any corner. Providing lots of toys 
and educational materials would prevent conflicts to encourage cooperation by exploring and expressing feel-
ings (Denham & Burton, 2003). The physical environment which includes well-designed learning centers, traffic 
paths within the classroom and sufficient number of materials and equipment would foster positive and creative 
interactions among children. In other words, classroom schedules, routines and activities provide valuable tools 
for preventing problems by providing comfortable spaces for children to spent enjoyable time (Powell, Dunlap, 
& Fox, 2006).  
Those were all the reasons why it has been found that there was a significant difference between Turkish and 
Flemish preschoolers. Since the classroom settings in Turkish preschools have usually been designed by limited 
opportunities, it is likely to occur conflictual situations. Compared to Flemish preschools, the learning corners 
have not been divided into effective and small areas based on children’s interests in Turkish preschool class-
rooms. In addition to this, it cannot be assumed that sufficient number and variety of materials could be pro-
vided for children. Although it has been conducted a child-centered approach, most of the time teachers seem to 
give direct guidance whatever has gone at the moment. However, in Belgium, most of the time the child initiated 
activities have been carried out considering children’s interests and competencies. On the contrary, in Turkish 
preschools, teachers usually have suggestions for activities by using direct instruction instead of supporting 
children to explore different kinds of learning opportunities.  
Planned and scheduled daily routines would be helpful for children to let them to feel comfortable by remov-
ing uncertainty. Moreover it is possible to change activities before children get bored. This kind of planned ac-
tivities and arrangements would decrease the occurrence of misbehaviors of children by reducing waiting times 
and changing activities when boredom signals emerge (Denham & Burton, 2003). In other words, developing 
clear and positive classroom rules and predictable schedules and routines by discussing those with children 
would make possible to create peaceful classroom settings (Webster-Stratton & Reid, 2008). This kind of class-
room arrangements is more clearly conducted in Flemish preschools compared to Turkish preschools. Children 
regularly have daily routines; starts with greetings, sharing experiences and emotions then continues with dis-
covering various learning areas by focusing on enriched environment contributing to their positive emotion and 
behaviors. By this way, they can effectively utilize their cognitive emotional and behavioral resources to learn 
and to develop themselves (Denham & Burton, 2003).  
Although all young children have capacity to benefit from social and emotional foundations of learning, there 
is a need for universal programming with individualization which is the essential element of such a view (Den-
S. O. Karabay et al. 
 
 185 
ham & Burton, 2003). In this process, it could be possible to achieve interactive education both to improve aca-
demic skills and also socio-emotional framework of children by organizing flexible classroom environment.  
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